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ABSTRACT
The present study explored student perceptions of instructor support in remote learning
environments during the COVID-19 pandemic to better understand inequities in their learning
experiences. Participants self-reported perceptions of instructor support, online learning
experiences, mental health symptoms, and wellbeing. Bivariate correlation testing and linear
regression modeling were used to analyze the data. Results indicate that students’ studentinstructor rapport is associated with higher perception of instructor support. Further, higher
perceptions of instructor support were associated with significantly lower symptoms of
depression, anxiety, and academic-related stress. Higher degrees of students’ self-regulated
learning behaviors were associated with lower perceived instructor support. There were no
gender differences or differences based on first-generation student status in comfort asking
instructors for academic support. These findings highlight the importance of developing teaching
practices that promote comfort in course engagement, especially in those who report being not
feeling comfortable enough to seek instructor support. While the COVID-19 pandemic is
unlikely to continue disrupting our classrooms for much longer, we can use this time to better
understand student experiences in remote learning environments to better suit their needs as this
mode of teaching continues to be utilized in the future.
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INTRODUCTION
The COVID-19 pandemic has necessitated a shift into remote learning environments for
most undergraduate classrooms arounds the nation. While the pandemic has inherently altered
these experiences for students and instructors alike, it has helped to highlight potential issues that
must be considered for future implementation of similar, remote learning courses. Students in
online learning environments may struggle to feel connected with their instructors and peers,
which is positively related to students feeling lonely and can negatively impact their learning
outcomes (Ali & Smith, 2015; Driver, 2018; Kaufmann & Vallade, 2020). While students report
that they expect online learning courses to be more efficient and streamlined, they often do not
anticipate the extent to which the social distance between their instructors and their peers can
affect their engagement and performance in class (Kaufmann & Vallade, 2020). Feelings of
isolation and an inability to focus on coursework have been exacerbated by the stay-at-home
orders and socioeconomic insecurity in the wake of the ongoing pandemic. People everywhere
may experience greater depression, anxiety, stress, and worry about one’s health as a result of the
COVID-19 pandemic (Kecojevic, Basch, Sullivan, & Davi, 2020). While it is unlikely COVID19 will continue to necessitate such strict, distance learning in the future, online learning courses
will likely continue to be a popular option for students moving forward. The present study seeks
to investigate this learning environment to better understand student perceptions of instructor
support and has implications for providing better support for students beyond the pandemic.
Specifically, we aim to assess the associations between self-regulated online learning strategies
and perceptions of instructor support in remote learning environments, the associations between
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student-instructor rapport and student mental health symptoms, and gender and generational
college status differences in perceptions of instructor support.
Self-Regulated Learning and Instructor Support
Online learning courses have become widely utilized at universities across the nation.
Students engaging in online learning courses have more control over how they learn and need to
employ different learning strategies to engage with and be successful in courses online (Jansen,
van Leeuwen, Janssen, Kester, & Kalz, 2017). Self-regulated learning behaviors are defined as
the task strategies and activities individuals engage with to regulate the cognitive processes
associated with each phase of learning (the preparatory, performance, and appraisal phases
respectively). This largely includes actively planning their work, setting goals, and monitoring
both their comprehension and time spent on learning. (Jansen et al., 2017; Winne & Hadwin,
1998). Students of traditional courses have an instructor present to help guide the phases of
learning, who help facilitate goal-setting and maintain the dedicated learning environment.
(Jansen et al., 2017). Self-regulated learning behaviors are important for students in online
courses because they are allotted greater autonomy and are more distant from their instructors
than students of traditional, face-to face courses (Hartley & Bendixen, 2001; Jansen et al., 2017;
Littlejohn, Hood, Milligan, & Mustain, 2016). Students in remote learning environments often
must define their own goals and construct a plan for how they will conduct their learning,
deciding when and where to engage with their course and what topics they might cover in a
given session (Jansen et al., 2017). Individuals exhibiting greater self-regulated learning
behaviors are both metacognitively and behaviorally active before, during, and after learning
tasks (Jansen et al., 2017). With so many students now encountering remote-learning
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environments as a result of the COVID-19 pandemic, it is important to assess how students
report engaging in self-regulated learning behaviors and how it relates to their perceptions of
instructor support. We hypothesize that students with lower self-regulated learning behaviors will
report a greater perceived need for instructor support.
Student-Instructor rapport and Mental Health
Student-instructor rapport is an often overlooked yet important predictor of student
outcomes in online learning courses (Kaufmann & Vallade, 2020). Students find it important for
instructors to establish rapport with them (Catt, Miller, & Schallenkamp, 2007; Faranda &
Clarke, 2004; Kaufmann & Vallade, 2020), and a positive, enjoyable, personal connection that
can result in greater perceived cognitive and affective learning, positive attitudes and motivation,
and increased participation (Frisby, Berger, Burchett, Herovic, & Strawser, 2014; Frisby &
Housley Gaffney, 2015; Frisby & Martin, 2010; Kaufmann & Vallade, 2020; Ryan, Wilson, &
Pugh, 2011; Wilson, Ryan, & Pugh, 2010). Students of online learning courses report feeling
lonelier and more disconnected than students of traditional face-to-face courses (Ali & Smith,
2015; Driver, 2018), which can result in greater feelings of depression, anxiety, and difficulty
concentrating.
Undergraduate college students are more suspectable to experiencing symptoms of
depression and anxiety relative to the general population (Kecojevic et al., 2020; Son, Hegde,
Smith, Wang, & Sasangohar, 2020). Early reports indicate that students are experiencing these
symptoms more significantly during the COVID-19 pandemic than before (Hussein, Daoud,
Alrabaiah, & Badawi, 2020; Kaufmann & Vallade, 2020; Kecojevic et al., 2020; Son et al.,
2020). Student-instructor rapport is just one aspect of a student’s learning experience, but it can
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help improve student outcomes and help prevent students from dropping out (Frisby et al., 2014;
Frisby & Housley Gaffney, 2015; Frisby & Martin, 2010; Kaufmann & Vallade, 2020). Given the
transition into online learning courses, coupled with high, pre-existing prevalence of symptoms
of depression and anxiety among college students, strong student-instructor rapport may be more
important during the COVID-19 pandemic. Similarly, college-specific subjective wellbeing
provides a powerful glimpse into the student experience and in turn is a strong predictor of
student outcomes. Renshaw and Bolognino (2014)’s model of CSSW describes the construct as a
“brief, multidimensional, domain-specific measure of college student’s covitality,” that can be
used to predict facets of student success such as GPA and graduation rates. We aim to better
understand how an instructor’s rapport with students might correlate with the mental health of
their students and their college-specific subjective wellbeing. We hypothesize that greater
student-instructor rapport will be associated with lower symptoms of depression, anxiety, and
academic-related stress.
Intersections with Social Identities
The social identities of students can significantly impact their experience in the classroom
(Aronson et al., 1999; Aronson, Quinn, & Spencer, 1998; Nadile et al., 2021). Explorations of
classroom engagement have long highlighted the extents to which student identities can shape
their time in school. Nadile et al. (2021) explored the fear of negative evaluation as a possible
factor affecting student engagement with traditional, large-enrollment college science
classrooms. Their study found that women were 3.9x more likely to report anxiety kept them
from asking questions before their class. Students who reported experiencing the fear of negative
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evaluation were 2.8x more likely to share this sentiment while also being 2.2x more likely to
report the fear of being judged by others kept them from asking questions.
First-generation college students (FGCS) are another student group whose experience can
differ significantly from their peers. FGCS are the fastest growing minority group on college
campuses, but are also at risk for the highest dropout rates in postsecondary education (House,
Neal, & Kolb, 2020; Lightweis, 2014). FGCS tend to report having less “information, support,
preparation, confidence and money entering college,” and report feeling invisible on their
campus (Gloria & Castellanos, 2012; House et al., 2020). This can result in greater feelings of
stress and depression among FGCS (House et al., 2020). When entering college, a students’
background and how they are perceived intrinsically shapes their classroom experiences. Better
understanding the experiences of historically underrepresented students can enable us to develop
classroom practices that better support them in targeted ways.
The present study explores student perceptions of instructor support in remote learning
environments, but we maintain interest in exploring how these experiences might differ between
students of different identity groups. Specifically, we explore gender and generational college
status as potential identities that might impact remote-learning experiences. Further, age,
sexuality, race, GPA, employment status, and financial security are additional identities that will
be explored upon completion of data collection. We hypothesize that women will feel less
comfortable asking their instructors for support in remote learning environments than men and
first-generation college students will feel less supported than their non-first-generation college
peers.
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Hypotheses
In the past ten years, researchers have begun exploring student online learning behaviors,
furthering our understanding of how students engage differently with their courses in remote
learning environments (Ali & Smith, 2015; Driver, 2018; Hartley & Bendixen, 2001; Jansen et
al., 2017; Kaufmann & Vallade, 2020; Lammers & Gillaspy, 2013; Littlejohn et al., 2016). As the
COVID-19 pandemic has necessitated a quick shift into largely remote learning environments in
universities across the nation, it is important to assess students’ perceptions of support and
factors that are related to these perceptions. Students may be experiencing greater stress,
depression, and/or anxiety symptoms, broadly reflecting their wellbeing as a student (Ali &
Smith, 2015; Kecojevic et al., 2020; Son et al., 2020). To ensure future students engaging with
remote learning environments beyond the COVID-19 pandemic are receiving the support they
need, it is important to gather feedback from our students on their need for, comfort seeking, and
availability of instructor support. To this end, the aims of this study are to:
Aim One: Describe patterns of student experiences in remote learning environments during the
COVID-19 pandemic with regard to feelings of instructor support, rapport, collegespecific wellbeing, and academic stress.
Aim Two: Assess associations between instructor support and student-instructor rapport.
Hypothesis One: Higher perceptions of instructor support will be associated with greater
student-instructor rapport.
Aim Three: Assess associations between self-regulated learning behaviors and instructor
support.
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Hypothesis Two: Lower self-regulated online learning behaviors will be associated with
a greater perceived need for instructor support.
Aim Four: Assess associations between instructor support and experiences with mental health
symptoms.
Hypothesis Three: Higher perceptions of instructor support will be associated with lower
depression symptoms, anxiety symptoms, and academic-related stress.
Aim Five: Explore demographic differences in experiences with instructor support.
Hypothesis Four: Women will feel less comfortable asking their instructors for support
than men.
Hypothesis Five: First-Generation College Students will feel less supported by their
instructors than students whose parents have completed a college degree.
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METHODS
This study was conducted by an upper-level undergraduate researcher at the University of
Central Florida as an honors undergraduate thesis. Under the supervision of an assistant
professor, the undergraduate researcher was responsible for developing research questions,
exploring existing literature, and compiling the study materials. The undergraduate researcher
was then responsible for analyzing, interpreting, and communicating the data.
Participants
This thesis is part of an ongoing project recruiting 300 undergraduate college students. At
the time of the present analysis, data were collected from 86 participants. Therefore, results
below reflect the current sample, but data collection will continue until the target sample of 300
participants is obtained.
Undergraduate psychology students from a large, Hispanic-serving university in the
southeastern United States were recruited participate in this study. Participants were over the age
of 18 and had been enrolled in at least one undergraduate Psychology course at the time of the
study at the university in which the study took place. Participants were recruited through SONA,
the Department of Psychology’s research participation system. To incentivize participation,
participants were offered one SONA research credit with which instructors award extra credit in
their courses. Alternative assignments as a means for students to earn credit in other ways were
provided by instructors independent of our study. The majority of participants identified as
White (51.2%), Heterosexual (82.6%), and as a Cisgender Woman (57%). Average age was
19.80 years (SD = 3.337) Further demographic data for the participants who completed the study
is displayed in Table 1.
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Procedure
Participants were provided with an explanation of the study, informing them they are
participating in a study on student perceptions of instructor support. The study was available
through the Qualtrics link provided on the SONA platform. During the period with which the
study was available, participants were able to complete the study on any device with internet
access. Participants were asked to consent to participation after reading through the general
purpose of the study. Upon consent, participants were asked to reflect on their average
experience in undergraduate psychology courses at the University of Central Florida since Fall
2020, reflecting the first full academic year occurring during the COVID-19 pandemic.
Participants were then asked to complete the survey based on their average experience in
undergraduate psychology courses at the University of Central Florida during the COVID-19
pandemic. Participants were awarded one SONA research credit for their completion of the
study.
Measures
Student Perceptions of Dimensions of Learning.
Student Perceptions of Instructor Support
Participants received three sets of questions originally designed for this study to describe
their experiences in 1) needing, 2) comfort seeking, and 3) availability of support from their
instructors. Participants were asked to complete each of the 9-question measures using a 6-point
Likert-scale ranging from one (Strongly Disagree) to six (Strongly Agree) with a neutral option.
Each set of responses were averaged such that higher scores indicated a higher need for support
(α = .916), comfort seeking support (α = .943), and perception that support is available (α
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= .967), respectively. For example, participants report the extent to which they agree [they] have
needed help completing projects, homework assignments, felt comfortable asking their instructor
for help completing projects, homework assignments, and their instructor has been there when
they needed help completing projects, homework assignments. A copy of the measures provided
is presented below in the Appendix: Copy of Survey.
Self-Regulated Online Learning Behaviors
Participants received a copy of the Self-Regulated Online Learning Questionnaire
Revised (SOL-Q-R) developed by Jansen et al. (2017) to assess the extent to which college
students employ self-regulated learning behaviors in online courses. Participants were asked to
complete the 36-question measure using a 7-point Likert-scale ranging from one (Not at All True
for Me) to seven (Very True for Me). The SOL-Q-R is comprised of seven subscales: (1)
Metacognitive Skills Before (α = .897), During (α = .895), and After the learning task (α = .922),
(4) Time Management (α = .285), (5) Environmental Structuring (α = .908), (6) Persistence (α
= .905), and (7) Help Seeking (α = .923). Total reliability was determined by averaging all
subscales together (α = .961). Items within each subscale were averaged such that higher scores
indicate higher self-regulated learning in that domain. A copy of the measures provided is
presented below in the Appendix: Copy of Survey.
College-Specific Wellbeing
Participants received a copy of the College Student Subjective Wellbeing Questionnaire
(CSSWQ) developed by Renshaw (2020) to assess college-specific wellbeing in young adults.
Participants were asked to complete the 16-question measure using a 7-point Likert-scale ranging
from one (Strongly Disagree) to seven (Strongly Agree) with a neutral option (α = .938). Items
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within the scale were averaged such that higher scores indicate higher college-specific subjective
wellbeing. A copy of the measures provided is presented below in the Appendix: Copy of Survey.
Student-Instructor Rapport
Participants received a copy of the Student-Instructor Rapport Scale developed by
Lammers and Gillaspy (2013) to assess student perceptions of rapport with their instructor.
Participants were asked to complete the 9-question measure using a 5-point Likert-scale ranging
from one (Not at All) to five (Very Much So). Scores were produced by averaging responses
together (α = .955). Items within the scale were averaged such that higher scores indicate greater
student-instructor rapport. A copy of the measures provided is presented below in the Appendix:
Copy of Survey.
Academic Stress
Participants received a copy of the Perception of Academic Stress Scale developed by
Bedewy and Gabriel (2015) to assess student perceptions of sources of academic stress in
university students. Participants were asked to complete the 18-item scale using a 5-point Likertscale ranging from one (Strongly Disagree) to five (Strongly Agree) with a neutral option (α
= .803). The PASS is comprised of three subscales (1) Stress Related to Academic Expectations,
(2) Stresses Related to Faculty Work and Examinations, and (3) Stresses Related to Students’
Academic Self-Perceptions. Items within each subscale were averaged such that higher scores
indicate greater perceived academic-related stress. A copy of the measures provided is presented
below in the Appendix: Copy of Survey.
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Fear of Negative Evaluation
Participants received a copy of the Brief Fear of Negative Evaluation Scale developed by
Leary (1983) to measure the fear of negative evaluation in participants. Participants were asked
to complete the 12-item scale using a 5-point Likert scale ranging from one (Not at All
Characteristic of Me) to five (Extremely Characteristic of Me) with no neutral option (α = .895).
Items within the scale were averaged such that higher scores indicate greater perceived fear of
negative evaluation. A copy of the measures provided is presented below in the Appendix: Copy
of Survey.
Mental Health
Depression Symptoms
Participants received a copy of the Patient Health Questionnaire developed by Kroenke,
Spitzer, and Williams (2001) to measure the perceived frequency of symptoms of major
depression in participants. Participants were asked to complete the 9-item scale using a 4-point
Likert scale ranging from zero (Not at All) to three (Nearly Every Day) (α = .902). Items within
the scale were averaged such that higher scores indicate greater perceived symptoms of
depression. A copy of the measures provided is presented below in the Appendix: Copy of
Survey.
Anxiety Symptoms
Participants received a copy of the Generalized Anxiety Disorder scale developed by
Spitzer, Kroenke, Williams, and Löwe (2006) to measure the perceived frequency of symptoms
of anxiety in participants. Participants were asked to complete the 7-item scale using a 4-point
Likert scale ranging from zero (Not at All) to three (Nearly Every Day) (α = .942). Items within
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the scale were averaged such that higher scores indicate greater perceived symptoms of anxiety.
A copy of the measures provided is presented below in the Appendix: Copy of Survey.
Demographic Identities
Participants were asked to complete a suite of standard demographic questions used to
assess participant age, gender, sexuality, racial identity, disability status, parental education,
GPA, years spent pursuing undergraduate degree, major, and socioeconomic and employment
status. A copy of the measures provided is presented below in the Appendix: Copy of Survey.
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RESULTS
Descriptive Analysis
Demographic data for the participants who completed the study is displayed in Table 1.
On average, participants reported low need for support from their instructors in their average
experience with courses since the Fall semester of 2020 (M = 3.128, SD = 1.275). They reported
feeling comfortable asking their instructors for support (M = 3.930, SD = 1.279) and perceived
their instructors as supportive (M = 4.191, SD = 1.286). Participants also reported engaging with
self-regulated online learning behaviors (M = 4.550, SD = 1.027). Participants also reported high
college-specific subjective wellbeing (M = 3.755, SD = 0.924) and low academic-related stress
(M = 3.755, SD = 0.955). Finally, participants on average reported low depression symptoms (M
= 1.970, SD = 0.726), anxiety symptoms (M = 2.083, SD = 0.937), and fear of negative
evaluation (M = 3.141, SD = 0.867).
Student Experiences with Instructor Support, Rapport, College-Specific Wellbeing and
Academic Stress.
To assess Aim One, bivariate correlations were run in the data. Results found need for
instructor support was negatively correlated with comfort asking for support (r(83) = -4.16, p <
0.01), perceptions of instructor support (r(81) = -.446, p < 0.01), self-regulated learning
behaviors (r(77) = -.263, p < 0.05), college-specific subjective wellbeing (r(84) = -.275, p <
0.05) but positively correlated with academic-related stress (r(84) = .473, p < 0.01).
Perceived support from instructors was positively correlated with comfort asking for
support (r(81) = .762, p < 0.01), self-regulated learning behaviors (r(75) = .303, p < 0.01), and
college-specific subjective wellbeing (r(82) = .325, p < 0.01). Perceived instructor support was
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negatively correlated with academic-related stress (r(82) = -.376, p < 0.01), depression (r(82) =
-.435, p < 0.01) and anxiety (r(82) = -.329, p < 0.01).
Comfort asking instructors for support was positively correlated with self-regulated
learning behaviors (r(77) = .357, p < 0.01) and negatively correlated with academic-related stress
(r(84) = -.274, p < 0.05), depression (r(84) = -.369, p < 0.01), and anxiety (r(84) = -.313, p <
0.01). Bivariate correlations for all study variables are displayed in Table 2.
Associations Between Instructor Support and Student-Instructor Rapport.
Hypothesis One: Higher perceptions of instructor support will be associated with greater
student-instructor rapport
To test Hypothesis One, linear regression modeling was used to predict student-instructor
rapport based on perceived instructor support. Results indicate the regression analysis is
significant (F(1, 81) = 112.18, p < 0.01, R2 = .584). Perceived instructor support positively
correlated with student-instructor rapport (B = 0.56, se = .05, t(80) = 10.59 p < 0.01). Studentinstructor rapport was predicted to increase 0.56 points for every one point increase perceived
support from instructors. A scatter plot of the data is provided in Figure 1.
Associations Between Self-Regulated Online Learning Behaviors and Instructor Support.
Hypothesis Two: Lower self-regulated online learning behaviors will be associated with a
greater perceived need for instructor support.
To test Hypothesis Two, linear regression modeling was used to predict engagement with
self-regulated learning behaviors based on need for instructor support. Results indicate the
regression analysis is significant (F(1, 76) = 5.56, p = 0.21, R2 = .069). Need for instructor
support was negatively correlated with self-regulated learning behaviors (B = -.33, se = .14, t(75)
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= -2.36, p = .021). Engagement with self-regulated learning behaviors was predicted to
decrease .33 points for every additional point of need for instructor support. A scatter plot of the
data is provided in Figure 2.
Associations Between Instructor Support and Experiences with Mental Health Symptoms.
Hypothesis Three: Higher perceptions instructor support will be associated with lower
depression symptoms, anxiety symptoms, and academic-related stress.
To test Hypothesis Three, linear regression modeling was used to predict expressed
symptoms of depression based on perceived support from instructors. Results indicate the
regression analysis is significant (F(1, 81) = 18.70, p < 0.01, R2 = .189). Perceived instructor
support was negatively correlated with symptoms of depression (B = -.25, se = .06, t(80) = -4.33
p < 0.01). Expressed symptoms of depression was predicted to decrease 0.25 points for every
additional point of perceived support from instructors. A scatter plot of the data is provided in
Figure 3.
Linear regression modeling was used to predict expressed symptoms of anxiety based on
perceived support from instructors. Results indicate the regression analysis is significant (F(1,
81) = 9.72, p < 0.01, R2 = .108). Perceived instructor support was negatively correlated with
symptoms of anxiety (B = -.24, se = .08, t(80) = -3.12, p < 0.01). Expressed symptoms of
anxiety was predicted to decrease 0.24 points for every additional point of perceived support
from instructors. A scatter plot of the data is provided in Figure 4.
Linear regression modeling was used to predict expressed symptoms of academic-related
stress based on perceived support from instructors. Results indicate the regression analysis is
significant (F(1, 81) = 13.18, p < 0.01, R2 = .141). Perceived instructor support was negatively
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correlated with symptoms of academic-related stress (B = -.28, se = .08, t(80) = -3.63 p < 0.01).
Expressed symptoms of academic-related stress was predicted to decrease 0.284 points for every
additional point of perceived support from instructors. A scatter plot of the data is provided in
Figure 5.
Demographic Differences in Perceptions of Instructor Support
Hypothesis Four: Women will feel less comfortable asking their instructors for support
than men.
To test Hypothesis Four, a one-way ANOVA was used to assess gender differences in
comfort asking instructors for support. Results indicate that there are no significant differences
between men (n = 30; M = 4.06, SD = 1.23) and women (n = 47; M = 3.88, SD = 1.35, F(1, 76) =
0.36, p = .552).
Hypothesis Five: First-Generation College Students will feel less supported by their
instructors than students whose parents have completed a college degree.
To test Hypothesis Five, a one-way ANOVA was used to assess differences based on
college generational status in perceptions of support from instructors. Results indicate that there
are no significant differences between first-generation college students (n = 32; M = 4.12, SD =
1.23) and non-first-generation college students (n = 52; M = 3.81, SD = 1.30, F(1, 83) = 1.18, p
= .281).
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DISCUSSION
Summary of Results
Our findings supported many of our hypotheses. First, students’ perceptions of instructor
support were associated with significantly greater rapport with their instructor. Perceived
instructor support and student-instructor rapport were significantly, positively correlated in our
findings. Existing literature tells us that these two factors can help improve perceived cognitive
and affective learning, attitudes and motivation, and classroom participation (Frisby et al., 2014;
Frisby & Housley Gaffney, 2015; Frisby & Martin, 2010; Kaufmann & Vallade, 2020; Ryan et
al., 2011; Wilson et al., 2010). Our study expands upon this by exploring how perceived
instructor support and student-instructor rapport are experienced in remote learning
environments.
Students participating in remote learning environment tend to be more depressed and
anxious than students in traditional courses (Ali & Smith, 2015), but our findings show that
perceiving their instructors as supportive of their academic needs is associated with lower
symptoms of depression, anxiety, and academic-related stress. This is consistent with the existing
literature, and further expands knowledge of how the benefits of perceived instructor support
translate into remote-learning settings (Ali & Smith, 2015; Driver, 2018). When students
perceive their instructor has been supportive of their academic needs, even virtually, they report
lower symptoms of depression, anxiety, and academic stress.
Results also suggest that greater need for support from instructors is related to less
comfort asking for that support and lower engagement with self-regulated learning behaviors.
These students are likely disadvantaged by their lower comfort asking for support and weaker
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self-regulated learning behaviors in comparison to their peers. As the existing literature suggests,
students who are not exhibiting strong self-regulated online learning behaviors are likely less
actively engaged with their work (Jansen et al., 2017) and those who are uncomfortable asking
for support may be experiencing differences in learning gains (Nadile et al., 2021). Developing
strategies to help promote student comfort in asking instructors for support and training students
in self-regulated learning behaviors could help improve student experiences.
While previous studies have found significant gender differences in student comfort
asking questions to instructors in traditional, large-enrollment college science courses, our study
did not see similar data in remote-learning environments. One study suggested women were 3x
more uncomfortable, but not less likely, to ask questions to their instructors in traditional, largeenrollment courses (Nadile et al., 2021) while our findings suggest there are no gender
differences in comfort asking instructors for support in remote-learning environments. Similarly,
we did not find that FGCS reported feeling lesser instructor support in our study although FGCS
students in traditional classrooms have reported these feelings in the past (Gloria & Castellanos,
2012; House et al., 2020).
Strengths, Limitations, and Suggestions for Future Research
Our study set out to conduct an exploration of student perceptions of instructor support in
a truly unprecedented time. With such a quick transition into remote learning environments, we
wanted to ensure that students were having their needs met and they were able to express their
experiences in an empirical, quantitative way. More students are participating in remote learning
environments than before the COVID-19 pandemic, as a result we were able to collect more
perspectives on remote learning environments than may have been possible before the pandemic.
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Our study also brought together different facets of the student remote-learning experience that
other studies have not. Connecting dimensions of instructor support with student-instructor
rapport, college-specific subjective wellbeing, academic-related stress, depression, and anxiety
our study was able to create a broader representation of the remote student’s experience.
These findings supported many of our hypotheses,. However, we were not without
limitations. We are unable to infer causality or directionality of relationships from this study due
to the cross-sectional design. We also asked participants to focus on their average experiences in
psychology courses but not ask specifically about experiences in each individual course, nor did
we assess experiences in non-psychology courses. Students may have had divergent experiences
in different courses, whether among instructors or across disciplines.
Future studies should consider utilizing a longitudinal approach to better establish how
student experiences develop over the course of the semester. This in turn will better portray how
perceptions of instructor support can change and affect outcomes in a causal way. Furthermore,
future studies should better account for differences among the courses in which participants are
enrolled. Putting a greater focus on defining classroom environments can help promote further
factors that might better explain student experiences moving forward. A key takeaway from our
findings is the possibility that strategies could be used to assist students who are uncomfortable
asking for support. Providing uncomfortable students with a platform to ask for support and the
encouragement that their questions are worthwhile could help close the gap between them and
their peers while fostering self-regulated learning behaviors could obviate disparities in student
help-seeking all together.
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Implications
This study was conducted during the COVID-19 global pandemic in spring 2021, where
many classes were delivered online to ensure the health and safety of our students, instructors,
and faculty alike. This gave our students experience with remote learning to an extent they may
not have had before the start of the pandemic in Spring 2020. This study seeks to highlight how
analyzing their classroom experiences and perceptions of instructor support can inform us of the
strengths and shortcomings of online learning. This turn can help inform future teaching
practices for remote learning courses. The COVID-19 pandemic will end, but implications of this
work extend beyond the reach of this pandemic. The past year has provided a unique opportunity
to explore student experiences in unprecedented ways, and online instruction will continue to
plat a large role in in higher education. Therefore, it is important to study the complex
relationships between students, their perceptions of their instructors, their social identities as
students, and the ways in which they engage with their learning environments. Future researchers
and instructors alike should continue to build upon this study by further developing teaching
practices that can help empower students and close the gaps between students who are and are
not comfortable participating in class.
Conclusion
Students who report higher student-instructor rapport also perceive their instructors as
supportive of their academic needs. Similarly, students who report perceiving their instructors as
more supportive also report fewer symptoms of depression, anxiety, and academic stress.
Students who report engaging with greater self-regulated learning behaviors, however, report
needing less support from their instructors. Contrary to our hypotheses, there were no gender
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differences in comfort asking instructors for academic support, nor were there collegegenerational status differences in feeling supported by instructors in remote learning
environments. As educators and researchers alike, it is important to ensure that every student has
access to an equitable and quality education. Existing research on learning environments and
teaching practices highlight disparities in student experiences. The current study set out to further
clarify the ways in which student perceptions of instructor support vary, and the extent to which
those perceptions are related to academic and well-being outcomes. It is our hope that this work
can guide future initiatives that aim to improve student experiences by providing a new
perspective and inspire the development of inclusive, literature-informed teaching practices.
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Table 1 – Demographic Data of Participants (N = 86)
M (Sd)
Age
Gender
Women
Men
Sexuality
Heterosexual (Straight)
Bisexual
Asexual
Lesbian
Queer
Race
White / Caucasian
Hispanic, Latinx, or Spanish Origin
Black or African American
Asian
Middle Eastern
College Generation Status
First-Generation College Student
Non-First-Generation College Student
GPA
Part-Time or Full-Time Student
Full-Time
Part-Time
Major
Psychology
Health Sciences (Pre-Clinical)
Mechanical Engineering
Integrated Business
Biomedical Sciences
Other
Modality
Online (W)
Mixed Mode (M)
Video (V)
Video Streaming – Reduced Seating (RS)
Active Learning – Reduced Seating (RA)
Face-to-Face Instruction (P)
Video Streaming – COVID Exemption (V1)
Employment Status
Employed Full-Time
Employed Part-Time
Furloughed
Unemployed, Looking for Work
Unemployed, NOT Looking for Work

N (%)

19.80 (3.337)
49 (57.0%)
30 (34.9%)
71 (82.6%)
5 (5.9%)
3 (3.5%)
2 (2.3%)
1 (1.2%)
44 (51.2%)
20 (23.3%)
13 (15.1%)
9 (10.5%)
3 (3.5%)
32 (37.2%)
54 (62.8%)
3.468 (.415)
78 (90.7%)
8 (9.3%)
12 (14.0%)
9 (10.5%)
7 (8.1%)
6 (7.0%)
6 (7.0%)
14 (16.28%)
80 (93.0%)
10 (11.6%)
5 (5.8%)
1 (1.2%)
1 (1.2%)
5 (5.8%)
10 (11.6%)
9 (10.5%)
27 (31.4%)
4 (4.7%)
23 (26.7%)
23 (26.7%)
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Table 2 – Descriptive Statistics and Bivariate Correlations (N = 86)
Variable
n
M
SD
1
2
3
4
5
6
Need
84 3.269 1.393
Comfort
84 4.103 1.410 -.416**
Perceived
82 4.497 1.513 -.446**
.762**
SROLB
79 4.550 1.027
-.263*
.357**
.303**
CSSW
86 5.408 0.924
-.275*
.344**
.325**
.654**
PASS
86 3.755 0.955
.473**
-.274**
-.376**
.037
-.055
Depression
86 1.970 0.726
.089
-.369**
-.435**
-.072
-.115 .504**
Anxiety
86 2.083 0.937
.124
-.313**
-.329**
-.016
.028
.483**
FNE
86 3.141 0.867
-.071
-.152
-.119
.198
.170
.298**
*p < 0.05. **p < 0.01.
SROLB – Self-Regulated Online Learning Behaviors
CSSW – College-Specific Subjective Wellbeing
PASS – Perceived Academic Stress Scale
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7

8

9

.752**
.393**

.527**
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Figure 1 - Scatter Plot of Perceived Instructor Support by Rapport

Figure 2 - Scatter Plot of Self-Regulated Online Learning Behaviors by Need for Instructor Support
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Figure 3 - Scatter Plot of Symptoms of Depression by Perceived Instructor Support

Figure 4 - Scatter Plot of Symptoms of Anxiety by Perceived Instructor Support
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Figure 5 - Scatter Plot of Symptoms of Academic-Related Stress by Perceived Instructor Support
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Student Perceptions of Instructor Support
in Remote Learning Environments Survey
Thank you for participating in this survey, all of your responses are confidential
and cannot be used to identify you . You can skip any question you like or withdraw at
any time.
Please reflect on the undergraduate Psychology courses you have been enrolled
in since the start of the Fall 2020 semester. Considering each of these classes, please
complete the following questions with your average experience across these courses in
mind.

Original Questions on Instructor Support
Considering your average experience in undergraduate psychology courses
at UCF since the Fall of 2020, to what extent do you agree with the following
statements? It is possible that you have taken multiple psychology courses recently, in
which case, please describe your average experience across these courses.
1 = Strongly Disagree, 2 = Disagree, 3 = Slightly Disagree, 4 = Slightly Agree, 5
= Agree, 6 = Strongly Agree, 7 = This Does Not Apply to Me
1.
2.
3.
4.
5.
6.
7.
8.
9.

I have needed help completing projects, homework assignments.
I have needed help completing exams.
I have needed help preparing for exams.
I have needed help accessing course materials and/or lectures.
I have needed help staying focused in class.
I have needed help understanding course material.
I have needed help staying on top of my coursework.
I have needed extra time completing projects and homework assignments.
I have needed extra time completing exams.

To what extent do you feel these feelings of needing help are the same across
all of your undergraduate psychology courses instructors?
1 = Absolutely Yes, 2 = Mostly Yes, 3 = Slightly Yes, 4 = Slightly Not, 5 = Mostly
Not, 6 = Not at all
Considering your average experience in undergraduate psychology courses
at UCF since the Fall of 2020, to what extent do you agree with the following
statements? It is possible that you have taken multiple psychology courses recently, in
which case, please describe your average experience across these courses.
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1 = Strongly Disagree, 2 = Disagree, 3 = Slightly Disagree, 4 = Slightly Agree, 5
= Agree, 6 = Strongly Agree, 7 = This Does Not Apply to Me
1. I feel comfortable asking my instructor for help completing projects, homework
assignments.
2. I feel comfortable asking my instructor for help completing exams.
3. I feel comfortable asking my instructor for help preparing for exams.
4. I feel comfortable asking my instructor for help accessing course materials and/or
lectures.
5. I feel comfortable asking my instructor for help staying focused in class.
6. I feel comfortable asking my instructor for help understanding course material.
7. I feel comfortable asking my instructor for help staying on top of my coursework.
8. I feel comfortable asking my instructor for extra time completing projects and
homework assignments.
9. I feel comfortable asking my instructor for extra time completing exams.
To what extent do you feel these feelings of feeling comfortable approaching your
instructor are the same across all of your undergraduate psychology courses and
instructors?
1 = Absolutely Yes, 2 = Mostly Yes, 3 = Slightly Yes, 4 = Slightly Not, 5 = Mostly
Not, 6 = Not at all
Considering your average experience in undergraduate psychology courses
at UCF since the Fall of 2020, to what extent do you agree with the following
statements? It is possible that you have taken multiple psychology courses recently, in
which case, please describe your average experience across these courses.
1 = Strongly Disagree, 2 = Disagree, 3 = Slightly Disagree, 4 = Slightly Agree, 5
= Agree, 6 = Strongly Agree, 7 = This Does Not Apply to Me
1. I feel my instructor has been there for me when I needed help completing
projects, homework assignments.
2. I feel my instructor has been there for me when I needed help completing exams.
3. I feel my instructor has been there for me when I needed help preparing for
exams.
4. I feel my instructor has been there for me when I needed help accessing course
materials and/or lectures.
5. I feel my instructor has been there for me when I needed help staying focused in
class.
6. I feel my instructor has been there for me when I needed help understanding
course material.
7. I feel my instructor has been there for me when I needed help staying on top of
my coursework.
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8. I feel my instructor has been there for me when I needed extra time completing
projects and homework assignments.
9. I feel my instructor has been there for me when I needed extra time completing
exams.
To what extent do you feel these feelings of support from your instructor are the
same across all of your undergraduate psychology courses and instructors?
1 = Absolutely Yes, 2 = Mostly Yes, 3 = Slightly Yes, 4 = Slightly Not, 5 = Mostly
Not, 6 = Not at all
Have you taken any online courses at UCF since the Fall 2020 semester?
(If Yes, continue to SROL-Q-R. If no, skip to CSSW-Q)
The Self-Regulated Online Learning Questionnaire Revised (SOL-Q-R) (Jansen,
van Leeuwen, Janssen, Kester, & Kalz, 2017)
Considering your average experience in undergraduate psychology courses
at UCF since the Fall of 2020, to what extent do you agree with the following
statements? It is possible that you have taken multiple psychology courses recently, in
which case, please describe your average experience across these courses.
Please respond on a scale from 1 to 7 where 1 means “not at all true for me” and 7
means “very true for me” (note that choices 2-6 do not have word labels attached to
them)
1 (Not at All True for Me); 2; 3; 4; 5; 6; 7 = Very True for Me.
1. I think about what I really need to learn before I begin a task in this online course.
2. I ask myself questions about what I am to study before I begin to learn for this
online course.
3. I set short-term (daily or weekly) goals as well as long-term goals (monthly or for
the whole online course).
4. I set goals to help me manage my studying time for this online course.
5. I set specific goals before I begin a task in this online course.
6. I think of alternative ways to solve a problem and choose the best one in this
online course.
7. At the start of a task I think about the study strategies I will use.
8. When I study for this online course I try to use strategies that have worked in the
past.
9. I have a specific purpose for each strategy I use in this online course.
10. I am aware of what strategies I use when I study for this online course.
11. I change strategies when I do not make progress while learning for this online
course.
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12. I periodically review to help me understand important relationships in this online
course.
13. I find myself pausing regularly to check my comprehension of this online course.
14. I ask myself questions about how well I am doing while learning something in this
online course.
15. I think about what I have learned after I finish working on this online course.
16. I ask myself how well I accomplished my goals once I’m finished working on this
online course.
17. After studying for this online course I reflect on what I have learned.
18. I find myself analyzing the usefulness of strategies after I studied for this online
course.
19. I ask myself if there were other ways to do things after I finish learning for this
online course.
20. After learning for this online course, I think about study strategies I used.
21. I make good use of my study time for this online course.
22. I find it hard to stick to a study schedule for this online course.
23. I make sure I keep up with the weekly readings and assignments for this online
course.
24. I often find that I don’t spend very much time on this online course because of
other activities.
25. I allocate studying time for this online course.
26. I choose the location where I study for this online course to avoid too much
distraction.
27. I find a comfortable place to study for this online course.
28. I know where I can study most efficiently for this online course.
29. I have a regular place set aside for studying in this online course.
30. When I am feeling bored studying for this online course, I force myself to pay
attention.
31. When my mind begins to wander during a learning session for this online course,
I make a special effort to keep concentrating.
32. When I begin to lose interest for this online course, I push myself even further.
33. I work hard to do well in this online course even if I don’t like what I have to do.
34. Even when materials in this online course are dull and uninteresting, I manage to
keep working until I finish.
35. Even when I feel lazy or bored when I study for this online course, I finish what I
planned to do.
36. When work is difficult in this online course, I continue to keep working.
37. When I do not fully understand something, I ask other course members in this
online course for ideas.
38. I share my problems with my classmates in this course online so we know what
we are struggling with and how to solve our problems.
39. I am persistent in getting help from the instructor of this online course.
40. When I am not sure about some material in this online course, I check with other
people.
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41. I communicate with my classmates to find out how I am doing in this online
course.
42. When I have trouble learning, I ask for help.
To what extent do you feel these experiences are the same across all of your
undergraduate psychology courses?
1 = Absolutely Yes, 2 = Mostly Yes, 3 = Slightly Yes, 4 = Slightly Not, 5 = Mostly
Not, 6 = Not at all
College Student Subjective Wellbeing Questionnaire (Renshaw, 2020)
Considering your average experience in undergraduate psychology courses
at UCF since the Fall of 2020, to what extent do you agree with the following
statements? It is possible that you have taken multiple psychology courses recently, in
which case, please describe your average experience across these courses.
1 = Strongly Disagree, 2 = Disagree, 3 = Slightly Disagree, 4 = Neutral, 5 =
Slightly Agree, 6 = Agree, 7 = Strongly Agree
1. I have had a great academic experience at my university.
2. I am a hard worker in my class.
3. I feel like a real part of my university.
4. I am so thankful that I’m getting a college education.
5. I am happy with how I’ve done in my classes.
6. I am a diligent student.
7. People at this school are friendly to me.
8. I am grateful to the professors and other students who have helped me in class.
9. I am satisfied with my academic achievements since coming to my university.
10. I am an organized and effective student.
11. I can really be myself at this school.
12. I feel thankful for the opportunity to learn so many new things.
13. I am pleased with how my college education is going so far.
14. I study well for my classes.
15. Other students here like me the way I am.
16. I am grateful for the people who have helped me succeed in college.
To what extent do you feel these experiences are the same across all of your
undergraduate psychology courses?
1 = Absolutely Yes, 2 = Mostly Yes, 3 = Slightly Yes, 4 = Slightly Not, 5 = Mostly
Not, 6 = Not at all
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Student-Instructor Rapport Scale-9 (SIRS-9) (Lammers & Gillaspy, 2013)
Considering your average experience in undergraduate psychology courses
at UCF since the Fall of 2020, to what extent do you agree with the following
statements? It is possible that you have taken multiple psychology courses recently, in
which case, please describe your average experience across these courses.
(1 = Not at All, 5 = Very Much So)
1.
2.
3.
4.
5.
6.
7.
8.
9.

Your instructor understands you.
Your instructor encourages you.
Your instructor cares about you.
Your instructor treats you fairly.
Your instructor communicates effectively with you.
Your instructor respects you.
Your instructor has earned your respect.
Your instructor is approachable when you have questions or comments.
In general, you are satisfied with your relationship with the instructor.

To what extent do you feel these experiences are the same across all of your
undergraduate psychology courses?
1 = Absolutely Yes, 2 = Mostly Yes, 3 = Slightly Yes, 4 = Slightly Not, 5 = Mostly
Not, 6 = Not at all
Perception of Academic Stress Scale (PASS) (Bedewy & Gabriel, 2015)
Considering your average experience in undergraduate psychology courses
at UCF since the Fall of 2020, to what extent do you agree with the following
statements? It is possible that you have taken multiple psychology courses recently, in
which case, please describe your average experience across these courses.
(1 = Strongly Disagree, 2 = Disagree, 3 = Neutral, 4 = Agree, 7 = Strongly Agree)
1. Competition with my peers for grades is quite intense.
2. My teachers are critical of my academic performance.
3. Teachers have unrealistic expectations of me.
4. The unrealistic expectations of my parents stresses me out.
5. The time allocated to classes and academic work is enough.
6. The size of the curriculum (workload) is excessive.
7. I believe that the amount of work assignment is too much.
8. I am unable to catch up if I get behind in my work.
9. I have enough time to relax after work.
10. The examination questions are usually difficult.
11. Examination time is short to complete the answers.
12. Examination times are very stressful to me.
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13. I am confident that I will be a successful student.
14. I am confident that I will be successful in my future career.
15. I can make academic decisions easily.
16. I fear failing courses this year.
17. I think that my worry about examinations is weakness of character.
18. Even if I pass my exams, I am worried about getting a job.
To what extent do you feel these experiences are the same across all of your
undergraduate psychology courses?
1 = Absolutely Yes, 2 = Mostly Yes, 3 = Slightly Yes, 4 = Slightly Not, 5 = Mostly
Not, 6 = Not at all
Brief Fear of Negative Evaluation Scale (Brief-FNE) (Leary, 1983)
Read each of the following statements carefully and indicate how characteristic it
is of you according to the following scale:
(1 = Not At All Characteristic of Me, 2 = Slightly Characteristic of Me, 3 =
Moderately Characteristic of Me, 4 = Very Characteristic of Me, 5 = Extremely
Characteristic of Me)
1. I worry about what other people will think of me even when I know it doesn't
make any difference.
2. I am unconcerned even if I know people are forming an unfavorable impression
of me.
3. I am frequently afraid of other people noticing my shortcomings.
4. I rarely worry about what kind of impression I am making on someone.
5. I am afraid others will not approve of me.
6. I am afraid that people will find fault with me.
7. Other people's opinions of me do not bother me.
8. When I am talking to someone, I worry about what they may be thinking about
me.
9. I am usually worried about what kind of impression I make.
10. If I know someone is judging me, it has little effect on me.
11. Sometimes I think I am too concerned with what other people think of me.
12. I often worry that I will say or do the wrong things.
Patient Health Questionnaire (PHQ-9) (Kroenke, Spitzer, & Williams, 2001)
Over the last 2 weeks, how often have you been bothered by any of the following
problems?
(0 = Not At All, 1 = Several Days, 2 = More Than Half the Days, 3 = Nearly Every
Day)
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Little interest or pleasure in doing things
Feeling down, depressed, or hopeless
Trouble falling or staying asleep, or sleeping too much
Feeling tired or having little energy
Poor appetite or overeating
Feeling bad about yourself or that you are a failure or have let yourself or your
family down
7. Trouble concentrating on things, such as reading the newspaper or watching
television
8. Moving or speaking so slowly that other people could have noticed. Or the
opposite being so fidgety or restless that you have been moving around a lot
more than usual
9. Thoughts that you would be better off dead, or of hurting yourself
1.
2.
3.
4.
5.
6.

(0 = Not Difficult At All, 1 = Somewhat Difficult, 2 = Very Difficult, 3 = Extremely
Difficult)
10. If you checked off any problems, how difficult have these problems made it for
you to do your work, take care of things at home, or get along with other people?
Generalized Anxiety Disorder Scale (GAD-7) (Spitzer, Kroenke, Williams, & Löwe,
2006)
Over the last 2 weeks, how often have you been bothered by any of the following
problems?
(0 = Not At All Sure, 1 = Several Days, 2 = Over Half the Days, 3 = Nearly Every
Day)
1.
2.
3.
4.
5.
6.
7.

Feeling nervous, anxious, or on edge
Not being able to stop or control worrying
Worrying too much about different things
Trouble relaxing
Being so restless that it's hard to sit still
Becoming easily annoyed or irritable
Feeling afraid as if something awful might happen.
The Everyday Discrimination Scale (Williams, Jackson, Anderson, 1997)
In your day-to-day life, how often do any of the following things happen to you?

(1 = Almost every day, 2 = At least once a week, 3 = A few times a month, 4 = A
few times a year, 5 = Less than once a year, 6 = Never)
1. You are treated with less courtesy than other people are.
2. You are treated with less respect than other people are.
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3.
4.
5.
6.
7.
8.
9.

You receive poorer service than other people at restaurants or stores.
People act as if they think you are not smart.
People act as if they are afraid of you.
People act as if they think you are dishonest.
People act as if they’re better than you are.
You are called names or insulted.
You are threatened or harassed.

If participants selected 1 – 4 for all items above, continue to the following
question. If participant selected 5 or 6 for all items above, skip to demographic
questions).
•
•
•
•
•
•
•
•
•
•
•
•
•
•

What do you think is the main reason for these experiences?
Your Ancestry or National Origins
Your Gender
Your Race
Your Age
Your Religion
Your Height
Your Weight
Some other Aspect of Your Physical Appearance
Your Sexual Orientation
Your Education or Income Level
A physical disability
Your shade of skin color
Your tribe
Other (SPECIFY) _____________________________
Demographic Questions

Please describe yourself, remember your responses are anonymous and cannot
be connected to you.
How old are you?
[Drop Down Menu]
•
•
•
•
•
•

Please select the gender that most closely represents yours.
Cisgender Woman (1)
Cisgender Man (2)
Transgender Woman (3)
Transgender Man (4)
Nonbinary Person (5)
Other (Please Describe) (6) [Open-Ended Response]
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•

Decline to State (7)

•
•
•
•
•
•
•
•
•

Please select the sexuality that most closely represents yours
Asexual
Bisexual
Gay
Heterosexual (Straight)
Lesbian
Pansexual
Queer
Other (Please Describe)
Decline to State

o
o
o
o
o
o
o
o
o

Please select the racial background(s) that most closely represents yours.
Native American or Alaskan Native (1)
Asian (2)
Black or African American (3)
Hispanic, Latinx, or Spanish Origin (4)
Pacific Islander (5)
White / Caucasian (6)
Middle Eastern (7)
Other (Please Describe) (8) [Open-Ended Response]
Decline to State (9)

Have you ever been diagnosed with a condition that affects your ability to engage
in the classroom?
(If yes, continue to follow-up question. If no, skip to parental education)
If you have been diagnosed with a condition that affects your ability to engage
with the classroom, please select the diagnosis(-/es) that most closely fits yours below:
o ADHD
o Learning Disability – Reading
o Learning Disability - Writing
o Learning Disability – Math
o Learning Disability – Processing
o Learning Disability – Memory
o Autism Spectrum
o Blind / Low Vision
o Chronic Health
o Deaf / Hard of Hearing
o Physical
o Psychological
o TBI
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o Other (Please Specify)
o Decline to State
What is your parent or guardian's highest level of education?
If you have more than one parent or guardian with differing levels of education,
choose the higher of the two.
• Less than High School completed (1)
• High School Diploma or GED (2)
• Some college, but no degree (3)
• Associate's Degree (AA, AS) (4)
• Bachelor's Degree (BA, AB, BS) (5)
• Master's Degree (MA, MS, MEng, MEd, MSW, MBA) (6)
• Higher than a Master's Degree (PhD, MD, JD) (7)
• Decline to State (8)
What is your GPA on a 4.0 Scale
[Open-Ended Numerical Response]
When was your first semester at UCF?
[Drop Down Menu; Fall 2010 – Spring 2020]
Are you a part time or full time student?
Part time
Full time
•
•
•
•
•
•

How long have you attended college while pursuing your undergraduate degree?
1 year or less (1)
2 year (2)
3 years (3)
4 years (4)
5 years or more (5)
I have graduated with my undergraduate degree (6)

•
•
•
•
•
•
•
•
•

What is your major?
Psychology
Nursing
Integrated Business
Health Sciences (Pre-Clinical)
Criminal Justice
Mechanical Engineering
Biomedical Sciences
Hospitality Management
Sport and Exercise Science
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•
•
•
•
•
•
•
•

Interdisciplinary Studies
Finance
Health Services Administration
Nursing
Political Science
Elementary Education
Undecided
Other (Please Describe)
How many psychology courses are you enrolled in currently?
[Open-Ended Response]
What modes of instruction are your classes using this semester? (Select all that

apply)
o Online (W)
o Mixed Mode (M)
o Video (V)
o Video Streaming / Reduced Seating (RS)
o Active Learning / Reduced Seating (RA)
o Face-To-Face Instruction (P)
Please indicate the extent to which the following are true about your current
financial situation. (Hamby, Turner, & Finkelhor, 2015)
Very
true
You don’t have enough money
to buy the clothes or household items
that you or your family need.
You are behind one month or
more on your rent or mortgage
payment.
You don’t have enough money
to pay your regular bills.
You don’t have enough money
to go out to dinner, or pay for
entertainment or recreational
activities.
It would be hard for you to find
the money to cover an unexpected
expense, such as a medical bill or
repair that was $500 or more.
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A little
true

Not true

o

o

o

o

o

o

o

o

o

o

o

o

o

o

o

•
•
•
•
•
•

Which of the following best describes your current employment status?
Employed full time
Employed part time
Furloughed
Unemployed looking for work
Unemployed not looking for work
Retired
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Conclusion
Thank you very much for participating in our survey.
Your responses have been recorded and you will be awarded one research credit
through SONA.

Study contact for questions about the study or to report a problem: If you have
questions, concerns, or complaints please feel encouraged to contact Dr. Jacqueline
Woerner, Faculty Supervisor, Department of Psychology, by email at
jacqueline.woerner@ucf.edu or Christopher Sellas, Undergraduate Student, College of
Psychology, by email at chris.sellas@knights.ucf.edu
IRB contact about your rights in this study or to report a complaint: If you have
questions about your rights as a research participant, or have concerns about the
conduct of this study, please contact Institutional Review Board (IRB), University of
Central Florida, Office of Research, 12201 Research Parkway, Suite 501, Orlando, FL
32826-3246 or by telephone at (407) 823-2901, or email irb@ucf.edu.

UCF Counseling and Psychological Services (CAPS)
Crisis Hotline: 407-823-2811
(Press #5 and you will be immediately connected to a licensed therapist)
Crisis Center: 407-425-2624
24-hour crisis hotline service available to students. Counselors who staff the hotline will
help you manage a crisis situation Website: https://caps.sdes.ucf.edu
Counseling and Psychological Services (CAPS) is a free-of-charge campus agency
designated to provide culturally and trauma informed services to university-enrolled
students.
General Crisis
Crisis Text Line: Text SUPPORT or HELLO to 741-741 https://www.crisistextline.org
The Crisis Text Line extends to everyone. Their goal "...is helping people move from a
hot moment to a cool calm, guiding you to create a plan to stay safe and healthy. YOU =
our priority." 24/7 help is available.
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